Teachers who are specialized in environmental education (environmental education school coordinators 1 ) can play an important role in empowering students to shape a sustainable future. In this study, the authors examined a group of Czech environmental education school coordinators. The authors aimed to clarify how they interpret their role at their respective schools, how they perceive their self-efficacy, and what they observe as benefits and barriers to their work as a coordinator. They conducted a qualitative study with focus groups and completed individual in-depth interviews with the coordinators. The results suggest that the coordinators view their work as a mission. The ultimate goal of this mission is to change the childrenís behavior to make it more pro-environmental, and, at the same time, to establish this effort as a commitment of the whole school. The authors identified different forms of mission, described development in time and connected them with the perceived self-efficacy of the coordinators.
nately, the knowledge gap is reduced by several in-service training courses mostly provided by environmental centers (Kyburz, Graber & Robottom, 1999) .
A well-prepared EE training program should develop the knowledge, skills and attitudes that would help teachers plan, coordinate and implement EE. Teachers should also be trained in teamwork to be able to integrate EE into the curriculum in cooperation with their colleagues (Van Petegem, et al., 2005) . May and Flack (2001) emphasize the flexibility of teacher training because teachers must be able to choose appropriate teaching strategies according to the changing environment. However, some research shows that no kind of training has the power to improve EE teachersí effectivity, as measured by student achievement if their EE efforts are not sufficiently adapted to the specific school context (Harris & Sass, 2011) .
Positive attitudes to EE and the willingness to practice EE at school cannot be guaranteed solely by the training but develop gradually in the course of oneís teaching practice. One of the important measures of motivation for the implementation of EE is the teachersí perceived self-efficacy (Moseley, Reinke & Bookout, 2002) . The self-efficacy concept has been investigated by a number of studies (Bandura, 1977; Dembo & Gibson, 1985; Evans & Tribble, 1986; Evers, Brouwers, & Tomic, 2002; Khan, Fleva, & Qazi, 2015; Reilly, Dhingra, & Boduszek, 2014) ; even so, it remains open to further research, especially in the EE context.
Practicing good quality EE at school also entails creating an environmentally friendly school culture and changing not only the educational perspective but also the organizational and governance practices (Schelly, Cross, Franzen, Hall, & Reeve, 2012) . The teachersí behavior, as well as the ways in which they discuss the topic with colleagues at their school, has the capability to serve as a very effective model for studentsí attitudes and behavior (Higgs & McMillan, 2006) .
EE School Coordinators in the Czech Republic
Teachers in the Czech Republic still benefit today from the advantages rooted in the strong support for EE established in the 1990s by the Government; numerous environmental centers were founded and EE was incorporated into the educational system as a cross-curricular subject (CENIA, 2015) . The Ministry of Education has issued instructions on how to implement environmental education into the schools and officially established the role of EE school coordinators (MSMT, 2008) . It was mandated that the training for EE school coordinators be conducted according to defined standards and include 250 hours of direct instruction. Training includes three basic pillars of the school EE curricula: planning, coordination and implementation of the cross-curricular subject activities. Teachers should be inspired by ìbest practicesî examples at various schools and environmental centers. Ultimately, EE school coordinators are expected to develop a long-term vision and action plan for the EE at their individual schools. Establishing the role of the EE school coordinator and mandating 250 hours of direct instruction is quite unique within the European academic arena. Therefore, this specific Czech situation opens great possibilities for various research inquiries focused on the establishment of the EE.
The EE school coordinatorsí training has been evaluated in two qualitative studies (»inËera, 2013; »inËera, Gilar, & SokoloviËová, 2010) which found, on the one hand, a high satisfaction with the training, but, on the other hand, poor understanding of EE goals as well as cognitive dissonance between the teachersí initial concepts of EE and the concepts presented in the training. There is still a lack of understanding of the teachersí views of different EE concepts and especially of the development of the EE school coordinatorsí role during the years after completing the training.
The authors aimed to understand the long-term impact of the environmental educatorsí training on the EE school coordinatorsí teaching practices. We want to clarify how they interpret their role at their respective schools, how they perceive their self-efficacy, and what they observe as benefits and barriers to their work as a coordinator. This study provides a unique opportunity to study this phenomenon in the European context because no other European country has such a long and high developed training for environmental educators. The results will help us to understand the crucial elements of the quality of the EE at schools (dealing with the complexity and changeability of EE, linking to the school culture, etc.). Therefore, the authors set the following questions:
What kind of changes does the training make in the long-term practice of EE school coordinators?
How do teachers interpret their role and the changes in their practice after completing the training?
How do teachers perceive and evaluate their self-efficacy as environmental coordinators? What are the benefits and barriers to teachersí work as school coordinators?
Methodology
The authors conducted the study with 12 teachers from 12 Czech elementary schools during the summer and autumn of 2014. They used the qualitative methodology and collected the data in two stages. During the first stage, one of the researchers conducted three focus-group interviews. Each interview took approximately 60 minutes. In the second stage, four individual interviews were conducted with some of the participants in hopes to gain a deeper insight into the opinions of the teachers and to address a need for clarification that had arisen after the focus groups interviews. This second part of the research was added during the analysis of the focus groups interviews; however, because no further insights accrued, it was ended after four interviews. The individual interviews took approximately 40 minutes.
Both stages of interviews were semi-structured with pre-prepared questions so that the participants were able to add questions and reactions during the conversation. As the authors conducted the research within the frame of constructivist grounded theory (Charmaz, 2006) , we used open questions and allowed the teachers to truly express their opinions. During the focus-group interviews, we focused on several themes; for example, the authors asked about their reflection of changes after the training course, about the EE concept, practical EE application, and/or about the perceived role of the EE coordinator. In individual interviews, they used similar themes, but with an emphasis on deeper understanding. They also added a question that focused on perceived achievement with respect to the coordinatorís role. They asked all the respondents for their approval to record the interviews, and we informed them about the ways we planned to use the data.
The twelve participants were Czech elementary school teachers who had completed a 250-hour training for EE coordinators in the school years 2008ñ2009 and 2009ñ2010. We invited fifteen graduates who attended the in-service course in the school year 2013ñ2014. Additionally, they asked to participate other twenty former graduates, who still worked as EE school coordinators. Unfortunately, only twelve teachers were finally willing to participate. The three focus groups were divided according to the calendar year they attended the course. The authors asked nine teachers (three from each focus group) to let us interview them individually, and six of them agreed. They chose teachers from different school contexts to obtain more diversity in the conversations. After four interviews, they identified theoretical saturation of the data, and in accordance with the tenets of Grounded Theory (Strauss & Corbin, 2008) , decided not to continue with the other interviews.
One of the researchers conducted all the interviews and was also the chief instructor in the training as well as the in-service course. She spent more than 500 hours with the teachers during the training. She came to know the teachers quite well, so the atmosphere during the interviews was relaxed and the teachers felt free to answer honestly. This familiarity with the training and also with the teachers helped in identifying key aspects during the data analysis. On the other hand, such familiarity could be a source of bias.
Data analysis
The authors transcribed the recorded conversations and analyzed them according to the grounded theory approach. They began with initial coding: we did not code exactly line by line but used a logically connected data section of an appropriate length per code (-edíová & -varíËek, 2007 ). After the first coding level, they clustered the data and reviewed the clusters to create tentative category names with an emphasis on process. Finally, they used theoretical coding to identify the central category and linked the data to a new story line (Saldana, 2009) .
Results
During the second cycle of the coding process, we identified 14 categories which include all the coded data. The categories describe the processes articulated by the study participants and are closely related to the research questions (Table 1) . establishing relationships with the school leadership
The authors described the relationship between these categories and developed the story line summarizing the key findings (see Fig. 1 ): ìThe development of the coordinatorís mission (before the course ñ after completing the course ñ in long-term practice)î. The description of the main categories follows:
The EE Coordinatorsí Mission
All the identified categories are linked to the central category: the EE coordinatorsí mission (see Fig. 1 ). The authors established a working definition of this central category as the coordinatorsí commitments combined with their perceived roles, expected goals and the ways to achieve them. The core of the mission is seeing EE as a crucial element in education. The coordinators believe that it is important to change the childrenís behavior to be more pro-environmental and, at the same time, require that the whole school work toward achieving this goal.
The development of the coordinatorís mission (before the course ñ> after completing the course ñ> in long-term practice)
Figure 1. Analytical story line
The data show a variety of the mission types connected to each participantís personality. They align the different missions on a scale from ìvisionaryî to ìpragmatist.î Most of the EE school coordinators lean toward one side of the scale; there are also some coordinators who have changed their thinking about the coordinatorís role and, consequently, shifted from one side on the scale to another position during their praxis.
Visionaries are coordinators who believe they can achieve major goals through EE, including those coordinators who have incorporated social responsibility into EE and who have emphasized the value orientation of EE. Pragmatists are coordinators who prefer concrete educational activities to achieve immediate goals. They often derive their EE ideas from environmental centersí offerings and from the actual situation at their particular school.
It is very important to

I read various offers from eco-centers, then choose some activities and order it for several classes. And it is successful when they like it. For example, I was satisfied, when we planted trees and nobody was hurt, the weather was nice and children enjoy the work.
They also do not perceive a need to write out plans with set goals and associated activities.
I just do not need to put it down on paper, rather we are trying to live somehow.
Whether a Visionary or a Pragmatist, the participantís mission emerges from their interpretation of EE in conjunction with their perception of the coordinatorsí role (see Fig. 1 ). Interpretation of EE asks how important EE is in itself and what are the most important aspects to achieve; perception of their role focuses on what they should do and what is not appropriate. Their mission develops over time; at the onset, the teachers do not know yet what it means to be an EE school coordinator. Their mission further develops from any situation where there is a struggle to achieve the set goals of finding more or less successful strategies on how to deal with their tasks. The vision is attaining full understanding of their role as an EE school coordinator, as well as the participation of their entire school body of faculty and students.
The individual coordinatorís mission fits the particular school context and is crucially influenced by the teacherís relationship with the school leadership and the level of cooperation with colleagues. The coordinatorsí mission is also significantly influenced by their perceived self-esteem and self-efficacy to fulfill their role according to their expectations or the expectations of their superiors (»inËera, 2013). Furthermore, the success of the mission depends on maintaining or losing their sources of motivation, for example, whether the coordinatorsí training or their meeting other coordinators reaps benefits. Success is usually evaluated on different levels and, in some cases, by perceived success in achieving goals. For example, success may be achieved by fulfilling a set plan of environmental activities or involving colleagues in EE.
The Coordinatorsí Perceived Role and Their Interpretation of EE
When teachers realize they really work as EE coordinators, their perception of who is responsible for practicing EE at their school often changes. At this point, they create a mission to involve the whole school and understand EE as a holistic approach. One of the teachers describes the mission as:
This is a never-ending process of reminding, showing and explaining to everybody, making them understand that it is good to pull together and that EE is not a competition for projects or pupilsí interest.
And another teacher emphasizes the relationships with colleagues:
I think one of the most important things in environmental education (especially in the coordinatorís role) is to build up the relationshipsí network at the school, to make it functional, and to have people around who I can trust and they trust me, and who are willing to participate in environmental activities.
Obviously, for some EE coordinators, this situation is only a distant dream and they experience daily disappointment when few share their enthusiasm about changing the childrenís behavior to make their school more pro-environmental. Some coordinators consider themselves as EE distributors or messengers. A very common approach is to search for, order and distribute external environmental programs, which is related to the perception of EE as a mixture of activities without defined goals.
I am trying to search for environmental program offers; I also get some of them in the mail. Now I am able to tell what interests me and what does not, because when I started, I thought we should go everywhere. But now I pick some of them because I know what we liked previously and what was great, and we do it repeatedly.
Before the teachers finished their training, they were unaware of their competencies. The years after training are characterized by a gradual clarification of what an EE coordinator should do and how the communication with others should be managed. There is a difference between the coordinators who intrinsically believe in the way they work and the coordinators look for good advice from successful coordinators, as they need external acknowledgment regarding the right direction to go in EE. Some coordinators feel the need to defend their EE concepts while others feel it is easy if they believe in them themselves:
I think children learn more if they go outside of the school, they gather different experiences, see different things. I like when we teach outside of the school. Our leadership does not support it, but I stand up for the fact that itís the bestÖ
Practicing EE in the School Context
As mentioned above, environmental education in the Czech Republic has the status of a cross-curricular subject and teachers can choose from three implementation strategies: separate subject, integration into the curriculum, projects. The possibility to have a special subject is not only the most preferred option by most of the coordinators but also the least common one in reality given the status of EE as a cross-curricular subject. However, the coordinators call for a whole-school approach, even if they have to work within a limited timeframe for EE. They also usually use the ìschool EE planî developed in the training course and consider it the foundation stone for EE implementation (see Figure 1 , part Setting EE goals).
The description of the EE concept ìthe common things we doî corroborates that the coordinators consider organizing excursions to environmental service companies, sorting of waste at school, and arranging several events to be basic activities. They aspire to achieve more important goals; for example, EE coordinators envision developing the childrenís relationship with nature. Whether they understand what strategies are effective to achieve such goals remains unclear.
EE teachers always enjoy the pupilsí success, and they see success in various ways. They try to let the pupils work with their hands on authentic projects such as gardening; they support the pupilsí choice of activities and taking responsibility for their endeavors (see Figure 1 , part Performing EE).
When we installed new benches in the garden, the pupils had to do all the work. It took a lot of time, but now they do not destroy them because they made them themselves.
The teachers also allow older pupils to teach the younger ones, preferring applied instruction in order to learn, and always emphasize the importance of the outdoors as a practical learning environment.
... I think it is very important to get the children out of the school building because nature is outside...
The teachersí colleagues, especially those who are not enthusiastic about EE, provide the most important feedback as the coordinators need to feel the appreciation of their usefulness and acknowledgment of their role. With their colleaguesí psychological support, they are willing to understand the lack of interest in EE and respect their colleaguesí limits as well as the collision of EE demands with other subjectsí needs. The coordinators have to delineate the division of responsibilities between themselves and the school administrators, as leadership support is crucial for school-wide EE success. Unfortunately, the most common situation can be described as administrative ìagreement with EE activities but not true supportî (see Figure 1 , part Relating to colleagues and Establishing relationships with the school leadership).
I see it depends on the leadership, whether our headmaster is willing to do it or notÖ at the beginning, she was not really helpful in supporting the new activities, but later she realized it is needed, and now, not that she does anything, but at least she gives the green light.
The Development of the Coordinatorsí Mission
A coordinatorís mission develops along with growing awareness and success. However, before the coordinator establishes his or her position in order to work successfully in the school environment, barriers must be understood and addressed, including the burnout syndrome. Establishing the coordinatorís position is never a linear process; it seems to be more like swinging up and down. In the words of one teacher:
I was like a clean paper before the training, during it I was very excited, but at the same time, I bumped into all the walls. And after the training, I began slowly to work, with little successes and also failures.
Coordinators need to find a balance between their excitement to do everything amazing and to accomplish coordinating the EE process at school:
First, I had a phase when I was full of knowledge, skills, and inspiration, so of course, I wanted to churn it out to the others, but then I realized, they are not so excited, and I calmed down, clarified the priorities and goals, and I started to be successful.
On the other hand, some coordinators do not feel the need for self-development; they remain in a form of inertia and do what they have always done and what is achievable with a minimum of effort, such as booking external environmental programs, sorting of waste, and organizing traditional events such as celebrating Earth Day.
The Coordinatorsí Self-Esteem and Self-Efficacy
Sometimes there is a thin line between a coordinatorís satisfaction and disappointment, maintained by the inner sources of motivation and outer feedback. A teacher who has completed the 250-hour training must possess strong motivation. The coordinators admit they have gained motivation for lifelong learning and constantly feel room for improvement. In general, the EE coordinators are teachers with high personal standards and a well-established habit of self-reflection; they continue to draw energy from the training even seven years later. Nevertheless, every one of them needs to have a soul mate in EE, whether another coordinator with similar problems, a colleague at school, or even an exemplary successful coordinator (see Figure 1 , part Coordinatorís selfesteem and self-efficacy and Maintaining source of support). Self-efficacy is evaluated by various criteria. Some coordinators include plan fulfillment or successful EE integration into subjects, some want to see the pupilísí engagement in solving environmental problems in the future.
I am still trying to move forward. It is a slow process, but I can already see some partial successes. So I see myself halfway because I think I have respect for myself as a coordinator at school and also for EE itselfÖ I think everybody would say that EE has a significant place in the school curriculum.
In summary, the schematics of Figure 1 show the development of the EE coordinatorís mission in time: before the course ñ after completing the course ñ in the longterm practice. The coordinatorís mission is developed from an unconscious and unsuccessful to the conscious and successful level. The coordinators usually began implementing the EE with simple environmental activities and perceived their role more in practice than in planning and coordination. As they gained more complex EE interpretation, they started applying more sophisticated planning methods and setting goals aiming to change studentís behavior. They also started being more and more aware of their competencies for involving the whole school environment. After some time, coordinators established their relationships with their colleagues and superiors and secured the position of EE at their school. The first successes helped them increasing their self-efficacy, and made clear with whom they may count for the further support.
Discussion
The data show that EE school coordinators believe in the importance of EE and they constantly develop their EE practice, more or less successfully. Their perception of the EE coordinatorsí role can be described as a mission. This mission is aligned with their behavior, acquired competencies and beliefs; it changes over time with the teachersí increased experience. A similar concept is described by Raus and Falkenberg (2014) as the teachersí ecological self, inspired by deep ecology values and beliefs.
The coordinatorsí mission is individually specific and includes various interpretations of EE. The research participants gave quite vague responses as to what EE includes; in their opinions, they described strategies they use rather than providing any general interpretation of EE. Such ambiguities correspond to unclear EE concepts as discussed by other EE professionals (Åhlberg, Kaasinen, Kaivola, & Houtsonen, 2001 ). The teachersí responses have also underlined the complexity of EE; in particular, some teachers have stressed they want to find a way to set common goals that would be clear for everybody at their school. This kind of approach calls for a more holistic view of EE and for constructing the decisive concept according to the individual school setting (Jickling, 2007) .
Nevertheless, the cornerstone of the EE concept is always related to the students and linked to the teaching strategies used by the teachers to develop the required knowledge, attitude and skills of the students. Our data resemble some of the commonly acknowledged EE goals: develop childrenís relationship with nature, motivate children to take care of nature or understand the local environment (Simmons, 1999) . Although some teachers have highlighted the importance of supporting the childrenís responsibility for environmental problems, this is not widespread in the data. The situation would have been different had the teachers been trained in special programs focusing on the childrenís ability to solve environmental issues, as documented by Winther, Volk, and Schrock (2002) .
The teachers often mentioned what barriers they face in their work as coordinators. Not surprisingly, one obstacle is a limited time schedule, especially when there is a need to involve other colleagues or to organize an event for the whole school, as well as limited financial and/or material resources. The same barriers have been mentioned in studies investigating how teachers implement new environmental education programs (Cheng & Monroe, 2010; Kelani, 2015) . This study identified different approaches: some teachers have learned how to ask for financial support while others blame the state administration for their lack of funds.
When the teachers call for an external support in EE, for example if they need an external instructor to teach their students about environmental issues, it can be seen as a lack of internal locus of control or a low level of perceived self-efficacy. The level of perceived self-efficacy is closely linked to self-esteem (Khan et al., 2015) and tends to be higher in women and primary school teachers (Evans & Tribble, 1986) . Kelani (2015) has shown that teachers have a high level of self-efficacy in teaching EE topics even if they are not trained in EE. In contrast, our data suggests that EE training and meeting with other coordinators support the motivation to practice quality EE. The results of this study are also consistent with the positive relationship found between teachersí sense of efficacy and their participation in decision-making in EE, and also between their motivation and the support from the school leadership (Dembo & Gibson, 1985) .
As mentioned above, the coordinatorsí mission develops in time, from the initial point when the coordinators do not know what they should do to the point when they consider themselves to be experienced coordinators. Experience is positively related to satisfaction with the coordinatorsí achievement even if, in general, the experience can be negatively correlated with the teachersí job satisfaction (Reilly et al., 2014) .
This study also found a long-term positive effect of the coordinatorsí training on their EE practice, whereas some authors have questioned the impact of such training, especially related to the teachersí achievement (Harris & Sass, 2011; Richardson, 1998) . Therefore, we agree with Peíer, Goldman and Yavetz (2007) that ìone of the major challenges facing EE is to strengthen professional development for teachers, including pre-service education.î This study is limited by two aspects. First, it is based on data from the relatively small sample of teachers from one region, not a representative for all coordinators. Second, the study examines changes after one course of training, so the very interesting point of view would be offered by making a comparison with groups of coordinators who have completed the same EE training organized by different educational centers. Furthermore, the authors would like to inquire about the connection between the perceived self-efficacy of the EE coordinators and the childrenís achievement in several environmental variables.
Conclusions
In this study, the authors contribute to a better understanding of EE teachersí attitudes and beliefs. EE needs qualified and specialized teachers. This important role is played by EE school coordinators who not only incorporate EE into the lessons but also share their understanding of EE with their colleagues to take on leadership roles in this respect.
The authors found out that the training changed several important aspects in the participantsí practice of EE, helped them developing a more complex interpretation of EE, and increased their understanding of their real competencies. As a result, it helped to improve the quality of EE in the participantsí schools. Although a lot had to be overcome (e.g., the poor level of cooperation with their colleagues), the coordinators tend to perceive themselves more and more capable of performing EE. As they reflect growing students ëachievements in this field, they strengthen their belief in the importance of EE. This is what we described as ìthe coordinatorís missionî.
There is still an obvious need for special training for EE coordinators to offer assistance in overcoming all the various barriers, as well as the need for long-term support to sustain their motivation. Further research should examine the achievement of the coordinatorsí EE goals, especially in empowering children to work for a sustainable future.
